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Introduction  
Over the last decades, an increasing number of studies have argued that the transition from teacher 
education to the actual profession is challenging for many teachers (Kelchtermans and Ballet, 2002; 
Veenman, 1984). Most beginning teachers experience high work pressure and perceive the start of their 
career as stressful (Tynjälä and Heikkinen, 2011). An overarching problem in many economically 
developed countries is the high number of teachers dropping out in the first years of their teaching careers 
(see Cooper and Alvarado, 2006; Hong, 2010; OECD, 2005). These high attrition rates are reported in 
many countries, irrespective of variation in their system of education (Skaalvik and Skaalvik, 2011). In 
this respect, even some of the most developed and stable education systems are confronted with the issue 
(see for example, Norway, Smith and Ulvik, 2017). In Flanders (Belgium), where the present study took 
place, approximately 14% of the primary school teachers leave the teaching profession in the first five 
years (Flemish Department of Education and Training, 2013). In the case of developing countries, the 
collection of data concerning teacher attrition is often poor and not always reliable (Mulkeen and Crowe-
Taft, 2010 in their review of the literature on Sub-Saharan Africa). The available data indicates that in 
developing countries, there is a teacher retention problem to some extent (Khawary and Ali, 2015; 
Mulkeen and Crowe-Taft, 2010; Rinke, 2008) and that as in other countries around the world, this 
attrition is concentrated in teachers’ first years in the profession (Mulkeen and Crowe-Taft, 2010). In 
general, the early attrition rates have led to several consequences such as teacher shortage (Ingersoll, 
2001) and deteriorating student performance (Ronfeldt et al., 2013). In turn, these consequences have led 
to continuous attention to the teacher induction period (Kelchtermans, 1993; De Neve and Devos, 2017) 
and initiated a search for factors that can prevent teachers from dropping out early (e.g. Borman and 
Dowling, 2008). In this respect, inspired by the organisational psychology literature (e.g. Lachman and 
Aranya, 1986; Notz, 1975), several educational researchers (e.g. Carmeli and Weisberg, 2006) have 
studied job attitudes, defined as feelings, beliefs, and thoughts concerning the profession and organisation 
(George and Jones, 1999). These job attitudes are considered to promote positive outcomes for both the 
individual and the organisation in which they work (Struyve et al., 2016). In the educational context, 
these job attitudes were found to reduce early drop-out rates (Arnup and Bowles, 2016; Khawary and 
Ali, 2015; McInerney et al., 2015; Skaalvik and Skaalvik, 2011; Struyve et al., 2016). Subsequently, 
several international studies both in the educational field (e.g. Penuel et al., 2009) and outside of 
education (e.g. Akhtar et al., 2013) have investigated factors at the individual and organisational level 
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that influence these job attitudes in a positive way. At the individual level, self-efficacy is found to be 
positively related to job attitudes (Bandura, 1997; Bogler and Somech, 2004; Canrinus et al., 2012). At 
the organisational level, professional collegial support (Duyar et al., 2013; Fox and Wilson, 2015; Penuel 
et al. 2009) and transformational leadership (Hallinger and Heck, 1996; Nguni et al., 2006; Tesfaw, 2014) 
are found to be important.   
Although these aforementioned factors have already been established as being important for job 
attitudes, to the best of our knowledge, no educational large-scale quantitative research has examined the 
combination of these factors in the context of teachers’ first year in the teaching profession. In the existing 
literature, transformational leadership is positively linked to professional collegial support (e.g. Marks 
and Printy, 2003) and self-efficacy (e.g. Geijsel et al., 2009). In this respect, investigating the interplay 
of these factors may reveal the central role of the principal in influencing teachers’ job attitudes (Griffith, 
2004) in a direct and indirect way.  
To fill the research gap mentioned above, the goal of this paper is to examine the interplay 
between variables at the school level (i.e. transformational school leadership, professional collegial 
support) and the teacher level (i.e. teachers’ self-efficacy) in the context of first-year teachers’ job 
attitudes. In this interplay, the main focus lies on transformational school leadership, which is considered 
a key factor in the influence of the other variables involved (e.g. Geijsel et al., 2009; Marks and Printy, 
2003). The construction of the hypothesised model, encompassing the interplay of the abovementioned 
variables, was anchored in the Job Demands-Resources model (JD-R) (Bakker and Demerouti, 2007). 
 
Theoretical framework  
The Job Demands-Resources model (JD-R) of Bakker and Demerouti (2007) provides a valuable 
framework for the construction of the hypothesised model under study. In this hypothesised model, we 
want to test the interplay of variables at both the school level and teacher level influencing beginning 
teachers’ job attitudes, as important variables that motivate teachers to stay in the profession. In 
particular, the JD-R model is motivational in nature (Bakker and Demerouti, 2007). Job resources are 
considered to be able to incite a motivational process leading to high work engagement (see, for example, 
Demerouti et al., 2001). Their motivational potential is realised through fulfilling basic human needs of 
autonomy, competence, and relatedness (Bakker and Demerouti, 2007; Deci and Ryan, 2000). Support, 
autonomy, and feedback are important recurring job resources in JD-R inspired articles, and are regarded 
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as pivotal for meeting these basic human needs (Bakker and Demerouti, 2007). Key actors who provide 
these resources, and in turn fulfil these needs, are the leader on the one hand and colleagues on the other 
(see, for example, De Neve and Devos, 2017; Xanthopoulou et al., 2007).  
In the present study, the first key actor is operationalised in transformational leadership, a key 
leadership model encompassing several components such as individualised support, shared goals, vision, 
intellectual stimulation, culture building, rewards, high expectations, and modelling (Leithwood et al., 
1998). These key components suggest that a transformational leader is able to provide job resources of 
support (e.g. being available to assist teachers), autonomy (e.g. engaging teachers in the school vision), 
and feedback (e.g. providing feedback for and explaining reasons of criticism to teachers) (see, Hulpia 
et al., 2009) and, in turn, can fulfil the two basic needs of autonomy and competence (Deci and Ryan, 
2000). The second key actor is operationalised in professional collegial support. Colleagues who provide 
beginning teachers support concerning work-related issues aim to fulfil the need for both competence 
and relatedness (Deci and Ryan, 2000).  
Interestingly, transformational leaders can strengthen support among colleagues in the team 
(Hulpia et al., 2009). In the present study, this is operationalised in a hypothesised path between 
transformational leadership and professional collegial support. Moreover, the JD-R model stipulates the 
partial mediating role of personal resources in the relationship between job resources and work 
engagement (Luthans et al., 2006; Mastenbroek et al., 2014; Xanthopoulou et al., 2007). In the present 
study, this is operationalised in a hypothesised relationship where job resources provided by the 
transformational leader and support of colleagues activate teachers’ confidence in their capabilities (self-
efficacy) and, in turn, lead to positive job attitudes.  
In the remainder of the theoretical framework, the key variables of the present study are further 
discussed. In particular, teachers’ job attitudes as outcome variables are presented, followed by a 
discussion of the key actors providing job resources operationalised in two variables at the school level 
(i.e. transformational school leadership and professional collegial support) and a discussion of the 
personal resources operationalised in teachers’ self-efficacy as a variable at the teacher level. Moreover, 
hypotheses concerning their interrelatedness are presented in more detail. 
Job attitudes as important factors of teacher retention  
For many years, scholars in the organisational psychology literature have studied job attitudes (e.g. Notz, 
1975; Schwyhart and Smith, 1972), described as feelings, beliefs, and thoughts concerning the profession 
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and the organisation (George and Jones, 1999). In this respect, intrinsic motivation (e.g. Lawler and Hall, 
1970), organisational commitment (e.g. Meyer et al., 2002), and job satisfaction (e.g. Lachman and 
Aranya, 1986) have received much attention. In the context of the first years in the teaching profession, 
several scholars in the educational field have linked these three job attitudes to beginning teachers’ 
decision to remain in the profession versus their decision to leave (e.g. Meyer et al., 2004; Zembylas and 
Papanastasiou, 2006). The first job attitude, being intrinsically motivated to teach, refers to teachers who 
teach because they enjoy the activity of the profession (Van den Broeck et al., 2009). The motivation to 
teach entails a series of feelings and beliefs that influence teachers’ actions (Canrinus et al., 2012), such 
as their intentions to leave the profession (Vansteenkiste et al., 2007). For the second job attitude, the 
literature reveals that the concept of organisational commitment has three components (Meyer and Allen, 
1991): (1) the affective component is about feelings of identification with and involvement in the 
organisation, (2) the normative component concerns the feeling of being obliged to stay in the 
organisation regardless of personal satisfaction, and (3) the continuance component refers to the 
attachment to the organisation based on the costs of departing the organisation. In this study, only 
affective organisational commitment is included, as findings of meta-analyses performed by Meyer et al. 
(2002) found that affective commitment has the strongest association with teachers’ intentions to leave 
the profession. Finally, job satisfaction is delineated as teachers’ affective responses towards their work 
and the teaching profession (Carmeli and Weisberg, 2006; Skaalvik and Skaalvik, 2011). Many studies 
have already established a strong link between job satisfaction and the power of teachers to survive and 
even thrive in the profession (e.g. Ingersoll, 2001; Zembylas and Papanastasiou, 2006).  
The effect of transformational leadership of the principal on teachers’ job attitudes 
In parallel with the findings that teachers have a direct effect on their pupils, principals can also directly 
influence their teaching staff (Griffith, 2004; Marks and Printy, 2003). In this respect, the leadership of 
the principal is an important school factor to take into account in relation to beginning teachers’ job 
attitudes.  
Transformational leadership is considered one of the most used leadership models in education 
(Bush, 2017; Gumus et al., 2016). It entails a supportive function of a leader (Hulpia et al., 2009), in 
which bottom-up participation is used to bridge teachers’ individual action and the school’s collective 
action (Leithwood, 1992). In particular, transformational leaders have several main qualities (Bass and 
Avolio, 1990). Charisma or inspirational motivation enables the leader to inspire and motivate employees 
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(Paffen, 2011) by developing commitment to collective goals (Bass, 1996; Griffith, 2004; Marks and 
Printy, 2003). Additionally, by means of stimulating employees intellectually, the leader brings out 
employees’ creativity and problem-solving capabilities (Marks and Printy, 2003; Paffen, 2011), 
motivates open communication in the team, and encourages people’s curiosity and eagerness to learn 
(Paffen, 2011). Finally, transformational leaders also possess the virtue of individualised consideration, 
meaning that they treat each employee as a unique individual (Marks and Printy, 2003) for whom they 
express genuine and authentic interest (Paffen, 2011).  
In both international organisational psychology (e.g. Hater and Bass, 1988)  and, to a lesser 
extent, educational leadership literature (e.g. Griffith, 2004; Nguni et al., 2006), transformational 
leadership is linked to (1) (intrinsic) motivation in the job, (2) affective organisational commitment, and 
(3) job satisfaction.  
First, the organisational psychology literature has proven that when transformational leaders 
stimulate their employees intellectually and show sensitivity to their needs for growth, development, and 
self-actualisation, they promote motivation among the team members (Paffen, 2011). The relationship 
between the supportive function of leadership and intrinsic motivation is reflected by a transformational 
leader’s ability to strengthen the feeling of belonging in a team (Bono and Judge, 2003), show awareness 
for and believe in team members’ competences (Bono and Judge, 2003), and create a stimulating and 
challenging environment (Van den Broeck et al., 2009). In the educational leadership literature, Eyal and 
Roth (2011) confirmed these findings for the school context. More specifically, they found a positive 
relationship between transformational leadership and teachers’ intrinsic motivation. 
Second, transformational leadership provides an explanatory basis for affective organisational 
commitment (Berkovich and Eyal, 2017; Griffith, 2004; Kane and Tremble, 2000). In the organisational 
psychology literature, a number of scholars have found that by expressing transformational 
characteristics, leaders have the potential to motivate their team to look beyond their own needs and 
interests (Pillai and Williams, 2004; Podsakoff et al., 1996). In the educational literature, several studies 
have found that by means of increasing teachers’ involvement in reaching goals (Moolenaar et al., 2010) 
and decision processes at the organisational level (Scott and Dinham, 2003), teachers’ organisational 
commitment increases (Khasawneh et al., 2012; Koh et al., 1995). 
Third, as per the general leadership meta-study of Dumdum et al. (2002), leaders’ 
transformational behaviour appears to be highly correlated with employees’ job satisfaction. In the 
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educational leadership literature, several studies have found that when leaders show sincere and authentic 
interest in the individuals in the team, motivate them intellectually, and inspire and motivate them to 
transcend their own self-interests in favour of collective goals (Marks and Printy, 2003), job satisfaction 
increases (Blase et al., 1986; Tesfaw, 2014). 
These studies in both the organisational psychology literature (e.g. Kane and Tremble, 2000; 
Paffen, 2011) and, to a lesser extent, the educational literature (e.g. Blase et al., 1986; Marks and Printy, 
2003) provide us with insights into the relationship between transformational leadership and job attitudes. 
However, studies examining the impact of transformational leadership of the principal simultaneously 
on each of these job attitudes in the context of beginning teachers are needed. Hence, this study proposes 
that:  
H1: Transformational leadership of the principal is positively related to beginning 
teachers’ intrinsic motivation to teach, affective organisational commitment, and job 
satisfaction.  
The mediating role of professional collegial support in the relationship between transformational 
leadership of the principal, and teachers’ job attitudes  
Professional collegial support is considered a second school factor in the present study. Beginning 
teachers have reported to be in need of professional conversations and advice from their colleagues, and 
various scholars in the educational field (e.g. Griffith, 2004; Runhaar et al., 2010) have emphasised the 
role of the leader herein. More specifically, leadership behaviour appears to have a direct effect on the 
professional relationships among employees (Griffith, 2004; Marks and Printy, 2003). The school 
leader’s ability to be supportive and encouraging towards the team (Marks and Printy, 2003) creates 
effective and valuable ties between team members through the cultivation of mutual trust and respect 
(Griffith, 2004). Furthermore, by stimulating teachers intellectually, transformational leaders encourage 
employees to exchanges ideas and facilitate a team culture in which open communication and 
collaboration are central values (Leithwood and Jantzi, 1990; Marks and Printy, 2003; Minckler, 2014). 
As such, Runhaar and colleagues (2010) indicate that the more the school leader is perceived as a 
transformational leader, the greater the likelihood of team members meeting up to exchange feedback. 
In addition, it has been argued that by creating a collective sense of responsibility for achieving common 
and, consequently, organisational goals, teachers feel more united (Elmore, 2000) and are more likely to 
participate in collaboration initiatives and opportunities to exchange ideas (Hargreaves, 2007).  
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In turn, receiving professional support from colleagues is found to increase beginning teachers’ 
intrinsic motivation to teach (Gaikhorst et al., 2014; Hofman and Dijkstra, 2010), affective organisational 
commitment (Fox and Wilson, 2015; Struyve et al., 2016), and job satisfaction (Struyve et al., 2016). 
The relationship between professional collegial support and job attitudes can be explained by the above-
mentioned JD-R model of Bakker and Demerouti (2007). In particular, by providing professional 
support, colleagues can stimulate beginning teachers’ personal growth and development (Bakker and 
Demerouti, 2007). Considering this, professional collegial support can positively influence teachers’ job 
satisfaction, motivation to teach, and commitment towards the team and school (Bakker and Demerouti, 
2007; Skaalvik and Skaalvik, 2017). Several researchers (e.g. Coburn and Russell, 2008; Pogodzinski, 
2014; Thomas et al., in progress; Van Waes et al., 2016) also emphasise the importance of the quality of 
these support relationships. 
Even though the previous relationships have been explored, very few empirical investigations 
have looked into the possible mediating role of professional collegial support in the relationship between 
transformational leadership and job attitudes. Based on the available research concerning the relationship 
between transformational leadership and professional collegial support, and the relationship between 
professional collegial support and teachers’ job attitudes, this study proposes the following two 
hypotheses in the context of teachers’ first year in the profession:  
H2: There is a positive relationship between professional collegial support and 
beginning teachers’ intrinsic motivation to teach, affective organisational commitment, 
and job satisfaction. 
H3: Professional collegial support partially mediates the relationship between 
transformational leadership and beginning teachers’ intrinsic motivation to teach, 
affective organisational commitment, and job satisfaction.  
Different from earlier research on professional collegial support, this study uses a social network 
perspective. In the social network perspective, relationships between individuals are considered to be 
conduits for the distribution of resources (Moolenaar et al., 2010). These resources that exist in the ties 
between individuals are conceptualised as ‘social capital’ (Daly, 2010). In the context of teacher 
relationships, these resources can be, for example, information and advice on class management, 
didactics, and teaching materials. Furthermore, in the social network perspective, an individual’s 
collection of these ties with potential (Moolenaar et al., 2011) are labelled his or her ego network. In 
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more technical terms, “an ego network is the network of contacts (alters) that form around a particular 
node (ego)” (Crossley et al., 2015: 18). In the present study, the egos are the first-year teachers and the 
alters are the colleagues that offer them social capital in the form of professional support. To analyse 
these ego networks, a specific social network methodology has been developed. The social network 
methodology offers the opportunity to consider the ties between individuals as the unit of analysis (De 
Lima, 2010), making it possible to study their characteristics. In summary, the added value of the network 
perspective for this study is two-fold. First, the network perspective offers an innovative way of looking 
at relationships as part of a network. Second, the network perspective is accompanied by specific analyses 
that provide a detailed investigation of this network.  
The mediating role of teachers’ self-efficacy in the relationship between transformational leadership of 
the principal and professional collegial support, and teachers’ job attitudes  
Besides transformational leadership of the principal and professional collegial support as factors at the 
school level, teachers’ self-efficacy, as a factor at the teacher level, is also included in the model. Self-
efficacy refers to believing in one’s own skills and capabilities to bring about desired outcomes (Caprara 
et al., 2003; Tschannan-Moran and Woolfolk Hoy, 2001).  
In the organisational psychology literature, transformational leadership has been argued to 
influence self-efficacy in a positive way (Bass and Riggio, 2006; House and Shamir, 1993). Geijsel et al. 
(2009) confirm this finding for school contexts and explain this positive relationship by referring to the 
three strong characteristics of transformational leaders. First, team members’ self-efficacy is elevated by 
the leaders’ ability to build a collective vision. Second, the authors underline the importance of leaders’ 
ability to enhance individuals’ problem-solving capabilities and awareness of their beliefs and values. 
Third, the mentoring role of transformational leaders is also considered important. By coaching 
individuals, their capacities are stimulated and, consequently, their self-efficacy is elevated. The positive 
relation between transformational leadership and teachers’ self-efficacy is also confirmed by several 
other organisational psychology scholars (e.g. House and Shamir, 1993; Pillai and Williams, 2004), who 
have argued that demonstrating confidence in employees’ capabilities and showing appreciation for 
employees’ good work are important factors for the development of self-efficacy.  
In turn, several researchers have found that people with a low sense of self-efficacy are more 
likely to quit the teaching profession (e.g. Høigaard et al., 2012; Jepson and Forrest, 2006). Similarly, 
self-efficacy beliefs are not only related to one’s behaviour but also to one’s job attitudes (Bandura, 1997; 
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Bogler and Somech, 2004; McNatt and Judge, 2008). In this respect, organisational psychology and 
educational studies have shown that self-efficacy can be linked to intrinsic motivation to teach (e.g. 
Bandura, 1997; Deci and Ryan, 2000), organisational commitment (e.g. Akhtar et al., 2013; Bogler and 
Somech, 2004), and job satisfaction (e.g. Klassen and Chiu, 2010).  
In the previous paragraphs, transformational leadership was considered an important factor for 
self-efficacy and, in turn, self-efficacy was related to an increase in job attitudes. The potential of self-
efficacy as a mediating factor in the relationship between transformational leadership and several job 
attitudes has been confirmed by various scholars in the organisational psychology literature (e.g. Pillai 
and Williams, 2004; Yukl, 1998). Moreover, the JD-R model acknowledges the mediating role of self-
efficacy (e.g. Xanthopoulou et al., 2007). In particular, the model argues that job resources provided by 
the leader can stimulate personal resources, such as increasing employees’ confidence in their own 
capabilities. In turn, the higher employees’ self-efficacy, the more positive their attitudes concerning the 
job and the organisation. However, there is a dearth of research in the educational domain that 
investigates if, and to what extent, self-efficacy can play a mediating role in this relationship under study 
– particularly in the context of beginning teachers. Based on the existing literature on self-efficacy, this 
study puts forward the following hypotheses:   
H4: Teachers’ self-efficacy is associated with higher levels of beginning teachers’ 
intrinsic motivation to teach, affective organisational commitment, and job 
satisfaction. 
H5: The relationship between transformational leadership of the principal and 
beginning teachers’ intrinsic motivation to teach, affective organisational commitment, 
and job satisfaction is partially mediated by teachers’ self-efficacy.  
Furthermore, and based on the JD-R model, self-efficacy can also play a mediating role in the 
relationship between professional collegial support and job attitudes. As a transformational leader, 
colleagues can also be considered key actors providing job resources that have the potential to enhance 
employees’ belief in their own capabilities, which in turn may lead to more positive feelings towards 
their job and the organisation (e.g. Mastenbroek et al., 2014; Xanthopoulou et al., 2007). However, 
research on the mediating role of self-efficacy in the relationship between collegial support as a job 
resource and teachers’ job attitudes in the context of beginning teachers is missing. Inspired by the 
importance of the mediating role of self-efficacy (Demerouti and Bakker, 2011) and taking into account 
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previous research indicating the positive influence of transformational leadership on professional 
collegial support (e.g. Runhaar et al., 2010), this study proposes that:  
H6: Transformational leadership is related to professional collegial support, which in 
turn influences teachers’ self-efficacy, leading to an influence on teachers’ job 
attitudes.  
 
Research goal  
Previous studies, both in the organisational psychology and educational literature, have studied the links 
between factors at the organisational (i.e. transformational leadership, professional collegial support) and 
individual level (i.e. self-efficacy), on the one hand, and job attitudes, on the other (e.g. Deci and Ryan, 
2000; Griffith, 2004; Penuel, et al., 2009). The aim of this study is to propose a model of the interplay 
between all of these factors in the context of first-year teachers (see Figure 1). In this interplay, the main 
focus is on transformational school leadership, as this is considered a key factor in the influence of the 
other variables involved (e.g. Geijsel et al., 2009; Marks and Printy, 2003).  
[Insert figure 1 here] 
 
Methods  
Sample and procedure  
In May 2016, all teacher training programmes in Flanders offering a degree in primary education were 
contacted. In total, 15 teacher training programmes from 11 colleges agreed to participate in the study 
and contacted their graduate class of 2015 via email. In this email, the graduates were asked to fill out an 
online survey. The link to the survey was sent out to 1,201 graduates. A total of 446 graduates returned 
their questionnaire, resulting in a 37.14% response rate. The response rate is in line with former studies 
using similar data gathering procedures (Burke, 2001), and other research focused on first-year teacher 
education graduates in Flanders (Schepens et al., 2009).  
Females accounted for 89.5% of the sample. The dominance of female participants was 
expected, since 80% of teacher trainees at the primary level are female (Mckenzie et al., 2004). In the 
survey, the graduates were asked to fill in demographic information and respond to questions concerning 
their career path. The age of graduates in the sample ranged from 20 to 54 years (M=24.39, SD=5). In 
total, 65% (n=292) had a teaching job, while 7.6% had a job outside of the educational field. Of the 
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remaining 27.4%, 22% were pursuing a supplementary degree and 5.4% were unemployed. The 
remainder of the survey had to be completed by participants with a teaching job only (n=292). This group 
formed the sample of this study and, hereafter, will be referred to as first-year primary school teachers. 
The sample of first-year primary school teachers had an average of 215 days’ experience (SD=90).  
Measures 
The central concepts were measured in two ways. First, teachers’ job attitudes, teachers’ self-
efficacy, and transformational leadership of the principal were measured using validated instruments. 
Second, professional collegial support was investigated by using the social network perspective. 
Variables measured by using validated instruments. Table 1 provides an overview of the 
validated instruments to measure teachers’ job attitudes, teachers’ self-efficacy, and transformational 
leadership of the principal, including example items, range, number of items, and Cronbach’s alpha 
coefficients.  
 
[Insert table 1 here] 
Variables measured by using the social network perspective. Professional collegial support ties 
between beginning teachers (i.e. ego) and their colleagues (i.e. alters) were operationalised in two social 
network measures, namely self-reported in-degree and perceived usefulness of support, calculated using 
the social network software UCINET (Borgatti et al., 2002).  
Self-reported in-degree. In the survey, the first-year primary school teachers were asked “From 
which of your colleagues do your receive professional support?” Professional support was defined in the 
survey as support that helps teachers develop the required competences and grow professionally, such as 
help with pedagogy, didactics, and classroom management (see Snoek et al., 2010). In-degree is the 
number of colleagues nominated by the participant as professional support givers. As the data for this 
study were gathered via a personal network design (Borgatti et al., 2013), only the first-year primary 
school teachers were questioned. Their colleagues were not included in the sample. As a result, the in-
degree reported in this study is a self-reported measure. 
Perceived usefulness of professional support. The first-year primary school teachers were also 
asked to give more information concerning the characteristics of their nominated colleagues (such as 
gender and educational experience) and features of their relationships with these colleagues. Concerning 
the latter, the first-year primary school teachers could indicate the usefulness of the support received by 
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their colleagues on a 5-point Likert scale from 1=‘never useful’ to 5=‘always useful’. Based on this 
information, perceived usefulness of professional support, referring to what extent beginning teachers 
perceive the professional support from their colleagues as useful, was calculated. In doing so, this study 
aims to take the quality of ties into account, following earlier studies that emphasise its importance (e.g. 
Coburn and Russell, 2008; Pogodzinski, 2014; Thomas et al., in progress; Van Waes et al., 2016). 
Although the first-year primary school teachers had to indicate the usefulness of support for every 
nominated colleague, these ratings, on the alter level, were aggregated for this study. The mean 
usefulness for all nominated colleagues was calculated for every first-year primary school teacher (ego). 
The intraclass correlation coefficient (ICC) was above .60 (ICC=.78), indicating that the aggregation was 
legitimate (Shrout and Fleiss, 1979).  
Data analysis 
First, descriptive statistics concerning teachers’ job attitudes, teachers’ self-efficacy, transformational 
leadership of the principal, and professional collegial support were calculated. For professional collegial 
support, homogeneity (i.e. similarity among egos’ alters) and homophily (i.e. similarity among egos and 
their alters) were calculated for both gender and experience. Second, correlations among the variables of 
interest used in the path analysis were calculated. Third, a path analysis was performed to test the research 
model and its hypotheses. The path analysis was performed in Mplus version 7.4 (Muthén and Muthén, 
1998-2015). To perform the analysis, the maximum likelihood with the MLR estimator was used because 
of its robustness for non-normality. To assess model fit, we used multiple fit indices, namely the χ2 test, 
comparative fit index (CFI), Tucker–Lewis Index (TLI), standardised root mean residual (SRMR), and 
the root mean square error of approximation (RMSEA). The fit of the model is good in the case of a non-
significant χ2 test (p>.05) (Hu and Bentler, 1999). Concerning both CFI and TLI, a critical value of .90 
is acceptable, whereas values above .95 are good. Finally, regarding the SRMR and RMSEA, a fit 
between .06 and .08 is considered reasonable and a fit below .06 is considered good (Hu and Bentler, 
1999).  
Results 
Descriptive statistics  
Professional collegial support. On average, first-year primary school teachers had six 
colleagues in their professional support network (in-degree; M=5.72; SD=3.22) from whom the 
usefulness of the professional support was estimated highly (M=4.46; SD=.50) (see Table 3). Apart from 
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these two network measures that were used in the path analysis, for the attributes gender and experience, 
homogeneity and homophily were calculated. Table 2 shows that there is homogeneity for gender. In 
particular, both male and female first-year teachers mostly receive professional support from female 
colleagues (IQV female participants=.32; IQV male participants=.39). Moreover, there is homophily for 
female (EI-index=.-72) and heterophily for male first-year teachers (EI-index=.69). This means that 
female first-year teachers mostly received support from the same sex, while male first-year teachers 
mostly received support from the opposite sex. The results concerning experience demonstrate that 
professional support is mostly offered by more experienced colleagues. This indication of heterophily is 
reflected in the average of absolute difference between first-year teachers and their colleagues (M=15.74 
years). Finally, homogeneity (i.e. the extent to which first-year teachers’ supportive colleagues are 
similar in experience) is also reflected in the standard deviation of alters’ experience (SD=6.38 years).  
[Insert table 2 here] 
Descriptive statistics and correlations. In Table 3, the means, standard deviations, and 
correlations among the study variables are displayed. The descriptive statistics demonstrate that the mean 
scores for intrinsic motivation to teach, affective organisational commitment, and job satisfaction are 
high (M=3.35, SD=.53; M=3.26, SD=.71; M=3.35, SD=.55, respectively), indicating that first-year 
primary school teachers in the sample are satisfied with their job, feel emotionally attached to the school, 
and are motivated to teach because of the activity of the profession itself. Furthermore, the results reveal 
moderate to high levels of transformational leadership (M=2.81, SD=.78) and self-efficacy (M=2.67, 
SD=.41). The correlation matrix shows significant positive correlations among the study variables. Based 
on the non-significant correlation between self-reported in-degree of professional support and teachers’ 
self-efficacy (r=.003), for Hypothesis 6, only the path between perceived usefulness of professional 
support and self-efficacy was included in the research model.  
 
[Insert table 3 here] 
 
 
Path analysis  
To test our hypotheses, path analysis was used. First, the theoretical model (see Figure 1) was fitted. 
Second, using the critical ratio (CR), the insignificant pathways were deleted. This second step was 
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conducted because of the parsimony principle: “given two models with similar fit to the data, the simpler 
model is preferred” and “models with greater degrees of freedom have withstood a greater potential for 
rejection” (Kline, 2015: 128). More specifically, non-significant relationships (CR) were deleted one by 
one, starting with the highest p-value (CR). In total, four relationships were removed: the relationship 
between (1) ‘teachers’ self-efficacy’ and ‘affective organisational commitment’ (p=.292), (2) ‘perceived 
usefulness’ and ‘affective organisational commitment’ (p=.086), (3) ‘perceived usefulness’ and ‘intrinsic 
motivation to teach’ (p=.096), and (4) ‘perceived usefulness’ and ‘job satisfaction’ (p=.125). After 
removing these non-significant relationships, all remaining pathways were supported. The overall 
goodness-of-fit indices show that the research model provides an acceptable fit to the data: χ2=10.752, 
df=6, p=.0963, CFI=.984, TLI=.944, SRMR=.038, and RMSEA=.053. The regression weights and 
significance levels of the direct effects and explained variances of the variables in the model are displayed 
in Figure 2. The results concerning the hypotheses are discussed below.   
[Insert figure 2 here]  
Hypotheses concerning direct relationships in the model (H1, H2, H4). Hypotheses 1, 2, and 4 
investigate how and to what extent the factors at the school level (i.e. transformational school leadership, 
professional collegial support) and the teacher level (i.e. teachers’ self-efficacy) are directly related to 
beginning teachers’ job attitudes. In this regard, the first hypothesis (H1) was confirmed: 
transformational leadership of the principal is positively related to beginning teachers’ intrinsic 
motivation to teach (β=.161, SE=.067, p=.016), affective organisational commitment (β=.322, SE=.062, 
p=.000), and job satisfaction (β=.319, SE=.061, p=.000). The second hypothesis (H2) examines the 
relationship between professional collegial support and teachers’ job attitudes. This hypothesis was 
corroborated for the relationship between beginning teachers’ self-reported in-degree and all job 
attitudes, more specifically, intrinsic motivation to teach (β=.131, SE=.051, p=.009), affective 
organisational commitment (β=.210, SE=.048, p=.000), and job satisfaction (β=.216, SE=.043, p=.000). 
However, this hypothesis could not be confirmed for the relationships between perceived usefulness of 
professional collegial support and all three of the job attitudes. Finally, the hypothesis concerning the 
relationship between teachers’ self-efficacy and job attitudes (H4) was confirmed for both intrinsic 
motivation to teach (β=.298, SE=.056, p=.000) and job satisfaction (β=.223, SE=.061, p=.000) but not 
for affective organisational commitment.  
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Hypotheses concerning indirect relationships in the model (H3, H5, H6). Hypotheses 3, 5, and 
6 examine how and to what extent transformational school leadership is indirectly related to beginning 
teachers’ job attitudes. In Table 4, the results of the conventional tests of significance for testing indirect 
effects are presented. However, as these are not always reliable, the bootstrap method was also applied 
(MacKinnon et al., 2004). More specifically, to ensure high precision, unstandardised indirect effects for 
each of the 10,000 samples were calculated. In Table 4, the 95% intervals resulting from this 
bootstrapping procedure are presented.  
Hypothesis 3 examines the mediating role of professional collegial support in the relationship 
between transformational leadership and teachers’ job attitudes. The results reveal that self-reported in-
degree of professional collegial support plays a mediating role in the relationship between 
transformational leadership of the principal and beginning teachers’ intrinsic motivation to teach (β=.032, 
SE=.013, p=.017), affective organisational commitment (β=.051, SE=.016, p=.001), and job satisfaction 
(β=.052, SE=.015, p=.000). The direct relationships between transformational leadership and intrinsic 
motivation to teach, affective organisational commitment, and job satisfaction remain significant when 
taking into account the indirect effect of self-reported in-degree (see Figure 2). Therefore, it must be 
noted that self-reported in-degree only partially mediates the relationships under study. Furthermore, the 
results reveal that perceived usefulness of professional support does not play a mediating role in the 
relationship between transformational leadership and each of the three job attitudes. The insignificance 
of the indirect effect via perceived usefulness is evident, as the results mentioned above already revealed 
an insignificant relationship between perceived usefulness and teachers’ intrinsic motivation to teach, 
affective organisational commitment, and job satisfaction. The relationship between transformational 
leadership and perceived usefulness, however, was found to be significant (β=.200, SE=.063, p=.001). 
Hypothesis 5 investigates the mediating role of teachers’ self-efficacy in the relationship between 
transformational leadership and teachers’ job attitudes. The results reveal that teachers’ self-efficacy 
plays a mediating role in the case of both intrinsic motivation to teach (β=.071, SE=.022, p=.001) and 
job satisfaction (β=.053, SE=.018, p=.003). As the direct relationship between transformational 
leadership and both intrinsic motivation to teach and job satisfaction (see Figure 2) remains significant 
in the presence of the indirect effect, teachers’ self-efficacy must be considered a partial mediator. The 
relationship between transformational leadership and affective organisational commitment is not 
mediated by teachers’ self-efficacy, as is evident from the findings mentioned above. The sixth and final 
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hypothesis examined whether transformational leadership influences perceived usefulness of 
professional support and, in turn, affects teachers’ self-efficacy, eventually influencing teachers’ job 
attitudes. For teachers’ affective organisational commitment, the insignificance of this indirect effect is 
evident, as the results already revealed that a direct relationship between self-efficacy and affective 
organisational commitment is absent. For teachers’ intrinsic motivation to teach and job satisfaction, all 
direct pathways included in the indirect relationship are significant; however, the results from the 
conventional test of significance show that the indirect effect under study is not significant. The 
confidence intervals created by the bootstrapping method, however, indicate that for intrinsic motivation 
to teach ([.001; .021]) and job satisfaction ([.001; .016]), the indirect effect is significant.  
 [Insert table 4 here] 
 
Discussion  
The present study empirically explored the interplay of factors at the school level (i.e. transformational 
school leadership and professional collegial support) and the teacher level (i.e. self-efficacy) influencing 
teachers’ job attitudes, known to be important precursors of teacher retention. Both the direct effects of 
the aforementioned factors and the indirect effects of transformational leadership via professional 
collegial support and teachers’ self-efficacy were examined and are discussed in turn below. The 
construction of the hypothesised model was anchored in the JD-R model of Bakker and Demerouti 
(2007). 
By testing the interplay of these school level and teacher level factors in the context of teachers’ 
first year in the profession, this work aimed to extend the literature on beginning teachers by focusing on 
first-year teachers only. Most studies on beginning teachers have used samples consisting of teachers 
with experience ranging from one to three (e.g. Struyve et al., 2016) or five years (e.g. De Neve and 
Devos, 2017). However, in the first years of teaching, teachers evolve significantly; they experience 
intensive professional development (Kelchtermans and Ballet, 2002), and their professional identity 
develops rapidly (Flores and Day, 2006). In this respect, teachers with five years of experience are quite 
different from teachers with three years of experience, and this is even more the case for teachers who 
are in the first year of teaching (see Clotfelder et al., 2007; Kane et al., 2008). By limiting the sample to 
first-year teachers, this study aimed to avoid the generalisation of findings for heterogeneous groups of 
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beginning teachers and, more importantly, aimed to shed light on teachers’ earliest experiences in the 
profession.  
Findings of the study  
Several major themes can be discussed. First, the results show that teachers’ perception of 
transformational school leadership is directly and positively related to teachers’ job attitudes. This means 
that the more first-year teachers perceive their principal to have transformational abilities, the more 
satisfied they are with the job, feel affectively committed to the school, and are intrinsically motivated 
to teach. This finding corresponds to previous research both in the organisational psychology and 
educational fields  (see, for example, Kane and Tremble, 2000; Leithwood and Yantzi, 2000) and more 
specifically to studies using samples of teachers with more varied levels of teaching experience (see, for 
example, Eyal and Roth, 2011; Nguni et al., 2006; Tesfaw, 2014). Interestingly, the mean scores of the 
job attitudes for the first-year teachers in the present study are slightly higher than the mean scores found 
in earlier research on beginning teachers that used a sample with a broader range of teaching experience 
(e.g. Struyve et al., 2016).  
Second, the path analysis revealed that transformational school leadership has a statistically 
significant relationship with professional collegial support, measured by self-reported in-degree and 
perceived usefulness. This means that the higher the perception of the principal as a transformational 
leader, the higher the number of colleagues reported by the first-year teacher as providers of professional 
support and the higher the usefulness of this professional support. The role of the principal in stimulating 
positive professional ties among colleagues corresponds to the results of previous educational studies 
concerning this matter (e.g. Griffith, 2004; Leithwood and Jantzi, 1990).  
In turn, professional collegial support is positively related to teachers’ job attitudes. This 
confirms earlier research stressing that receiving professional support from colleagues (Johnson, 2006) 
can be considered an important factor in how teachers feel and think about the profession, which is 
important in preventing them from dropping out early (Rippon and Martin, 2006). In this respect, Struyve 
et al. (2016) revealed that even though professional support from colleagues is an important antecedent 
for the job attitudes of teachers in general, this is even more the case for teachers in the first years of their 
profession. Beginning teachers have more need to discuss work-related issues (Kilgore and Griffin, 
1998), and the satisfaction of this need is pivotal in their decision to stay in or leave the profession 
(Anhorn, 2008). Important to note, however, is that only self-reported in-degree of professional collegial 
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support is significantly related to teachers’ job attitudes. In short, the importance of the quality of support 
(Coburn and Russell, 2008; Pogodzinski, 2014; Van Waes et al., 2016) could not be confirmed in the 
present study. This result warrants further examination, preferably by means of a mixed-methods study 
where usefulness of support and its influence on teachers’ job attitudes can be investigated in more detail 
(Crossley et al., 2015). Furthermore, the result that the number of colleagues perceived by the first-year 
teachers as providers of professional support positively influences teachers’ job attitudes implies the 
importance of support for beginning teachers as a school-wide responsibility (Feiman-Nemser, 2001). 
By using the social network perspective in which the school team is conceived as a web of ties through 
which informal sources of support and expertise can be exchanged, this study reveals that all team 
members could be considered potential providers of support (Fox and Wilson, 2015). 
Moreover, besides direct relationships between transformational leadership and professional 
collegial support, on the one hand, and between professional collegial support and teachers’ job attitudes, 
on the other, the present study also confirmed the hypothesis concerning the partial mediating role of 
professional collegial support in the relationship between transformational leadership and teachers’ job 
attitudes. In particular, the results revealed that the transformational leaders can positively affect 
beginning teachers’ job attitudes partly by increasing the number of colleagues supporting the beginning 
teacher. Concerning the number of supportive colleagues, the social network analysis revealed that the 
first-year teachers participating in the present study indicated receiving support from, on average, six 
colleagues. Based on the finding that an average primary school team in Flanders comprises 18 people 
(Flemish Department of Education and Training, 2016), we can assume that first-year teachers indicate 
being professionally supported by, on average, one-third of their team. Furthermore, most of the 
nominated colleagues were quite experienced. Earlier research acknowledges the importance of support 
from experienced teachers, as it grants beginners access to the expertise needed to survive the daily work 
routine (Fox and Wilson, 2015).  
Third, the role of transformational leadership in increasing teachers’ self-efficacy (e.g. Bass and 
Riggio, 2006; House and Shamir, 1993) is also confirmed in the present study on first-year primary 
school teachers. The explained variance in teachers’ self-efficacy, however, is low, which is consistent 
with the findings of Minckler (2014), who indicates that school leadership is not perceived by teachers 
as having a particularly strong influence on the beliefs in their abilities. Furthermore, self-efficacy also 
appears to be positively related to both intrinsic motivation to teach and job satisfaction. Surprisingly, a 
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positive pathway between teachers’ self-efficacy and affective organisational commitment was lacking. 
This result contradicts previous findings (Akhtar et al., 2013; Bogler and Somech, 2004) showing that 
self-efficacy was found to be a predictor of organisational commitment. However, it is difficult to 
compare the findings of the present study with those of previous studies, as they were conducted in 
different contexts. The study conducted by Akhtar et al. (2013) was situated in the organisational 
psychology field and examined employees’ self-efficacy in relation to commitment in general. The study 
conducted by Bogler and Somech (2004) involved a sample of secondary teachers with an average 
teaching experience of 13.5 years. Further research concerning the processes behind the lack of the 
relationship between teachers’ self-efficacy and affective organisational commitment in the context of 
first-year teachers is needed. In addition, in the present study, the indirect effect of transformational 
leadership via teachers’ self-efficacy was also found to be significant for both intrinsic motivation to 
teach and job satisfaction. This indicates that transformational leaders have the ability to increase 
teachers’ motivation and satisfaction partly by increasing their self-efficacy. In this respect, the present 
study confirms previous findings from the organisational psychology field concerning the mediating role 
of self-efficacy (e.g. Pillai and Williams, 2004; Yukl, 1998) as a personal resource in the relationship 
between job resources and psychological and organisational outcomes (Bakker et al., 2003; 
Xanthopoulou et al., 2007), specifically for the context of first-year teachers.  
Fourth, the results demonstrate that the usefulness of professional collegial support has a small 
(β=.120) but significant relationship (p=.046) with teachers’ self-efficacy. The hypothesised indirect path 
from transformational leadership to professional collegial support, which in turn leads to an increase in 
teachers’ self-efficacy and results in elevated job attitudes, appeared to be non-significant using 
conventional tests and significant using the bootstrap method. Moreover, the indirect effects were very 
small (β=.007 for intrinsic motivation to teach; β=.005 for job satisfaction). This was unexpected, as 
previous research using the JD-R model found strong evidence that support from colleagues as a job 
resource can affect people’s belief in their capabilities, and in turn influences how they think and feel 
about the profession (e.g. Bakker et al., 2003; Xanthopoulou et al., 2007). An explanation could be found 
in the social cognitive theory of Bandura (1977). Bandura (1997) argues that the most important sources 
of self-efficacy are mastery experiences (i.e. successful teaching experiences) (Tschannan-Moran and 
Woolfolk Hoy, 2007). The teachers in the sample of the present study had just begun their career, so their 
self-efficacy may not be strongly influenced by professional collegial support, as the support could not 
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yet result in successful teaching experiences. They are only in the first year of the profession, which 
causes limited time for received support to be actually implemented in their practice and ultimately bring 
about positive change. Previous research that did find a substantial significant relationship between 
collegial support and self-efficacy was either situated in the organisational psychology context (e.g. 
Xanthopoulou et al., 2007) or, if  situated in the educational context, used a sample of beginning teachers 
with a broader range of experience, more specifically, a sample ranging from one to five years of 
experience (e.g. De Neve and Devos, 2017). Further research on the relationship between first-year 
teachers’ professional collegial support and self-efficacy is needed to provide more clarity.  
Implications for practice and policy 
The results of the study have several implications. First, the importance of a transformational leadership 
style in enhancing first-year teachers’ job attitudes could be translated into increased investment in 
professional development programmes for principals (Hallinger and Lu, 2013), in which training in 
transformational capabilities is emphasised. Training of this nature, however, is challenging, as 
transformational abilities are highly associated with personal styles, beliefs, attitudes, mind-set, and 
awareness (Vanblaere and Devos, 2016).  
Second, the results revealed a positive relationship between professional collegial support and 
first-year teachers’ job attitudes and the potential role of the principal in this matter. In this respect, 
principals should be encouraged to consider induction support as a school-wide responsibility instead of 
limiting this support to mentorship only (Feiman-Nemser, 2001). More specifically, principals should be 
made more aware of their role in the cultivation of the supportive ties among colleagues and be 
encouraged to create the structural, cultural, and formal conditions that are important for teachers to meet 
and exchange ideas (Fox and Wilson, 2015; Kelchtermans, 2006; Leithwood, 1992; Minckler, 2014). 
Structurally, leaders can achieve this by creating time and space for teachers to develop professional 
support ties, for example, with shared scheduling time (Minckler, 2014) and investing in an inviting 
staffroom (Struyve et al., 2016). Culturally, they can promote professional collegial support by shaping 
a school culture with norms of collegiality, collective and mutual responsibility, and accountability for 
one another’s support (Elmore, 2000; Kruse and Louis, 2009; Minckler, 2014). Formally, principals can 
play a vital role in developing and nourishing pairs or groups of teachers that can support each other 
professionally, such as professional learning communities (PLCs) (Geijsel et al., 2009; Hargreaves, 
2007) and co-teaching initiatives (Struyve et al., 2016). A crucial caveat, however, is that these conditions 
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are important, but not sufficient (Hargreaves, 1992; Kelchtermans, 2006; Kwakman, 2003). The issue of 
professional collegial support is complex, so other factors, such as the balance between professional 
collegial support and autonomy (Clement and Vandenberghe, 2000) and teachers’ personal 
characteristics (Kwakman, 2003) must also be considered.    
Third, the analysis revealed that transformational principals can elevate first-year teachers’ self-
efficacy, which, in turn, increases their intrinsic motivation to teach and job satisfaction. The explained 
variance in teachers’ self-efficacy, however, is low. In this regard, Minckler (2014) advises principals to 
invest in the four main determinants of self-efficacy as described by Bandura (1977) in his social 
cognitive theory, namely (1) mastery experiences, (2) vicarious experiences, (3) social persuasion, and 
(4) affective state. First, mastery experiences can be described as positive perceptions of past 
performances (Goddard et al., 2004). When teachers feel satisfied with a teaching accomplishment, it 
contributes to their self-efficacy and expectation that future performances will be effective (Goddard et 
al., 2004; Tschannan-Moran and Woolfolk Hoy, 2007). In this respect, Minckler (2014) advises 
principals to provide teachers opportunities to develop necessary skills and competences. Second, 
vicarious experiences refer to observing others with whom teachers can identify (Bandura, 1977). When 
the models they observe perform well, the teachers believe in their own abilities to make progress in their 
teaching (Bandura, 1977; Goddard et al., 2004). Principals could meet this need for vicarious experiences 
by planning peer observations in the schedule (Minckler, 2014). Third, social persuasion pertains to the 
activity in which people are convinced that they are able to deal with the situation successfully (Bandura, 
1977). Social persuasion could be enacted by providing specific and sincere feedback from the principal 
and colleagues (Goddard et al., 2004; Minckler, 2014). Fourth, affective states are also considered to 
influence teachers’ self-efficacy. When teachers experience high levels of stress and anxiety in stressful 
situations, their expectations of success are diminished (Bandura, 1977). The principal, however, could 
guide teachers in coping with these stressful situations (Bandura, 1977), teach them to withstand pressure 
(Goddard et al., 2004), and provide a safety net for teachers to create positive experiences (Minckler, 
2014).  
Limitations and suggestions for further research 
The present study has certain limitations and gives rise to suggestions for further research. First, the 
measures concerning professional collegial support capture the number of colleagues perceived by first-
year teachers as support givers and the self-reported usefulness of this support; nevertheless, the nature 
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of these ties still need to be uncovered. In this respect, it could be interesting to explore both the content 
of the professional collegial support ties and the colleagues involved in these ties (e.g. teachers from the 
same grade, teachers from nearby classrooms). More research could refine the social network findings 
from the present study by using more advanced quantitative social network techniques and/or combining 
the quantitative findings with in-depth qualitative research methods in a mixed-methods study design 
(Crossley et al., 2015).  
Second, the finding that first-year teachers are mainly supported by female co-workers must be 
nuanced, as the staff in primary schools in most Western countries, including Belgium, are mainly female 
(Cushman, 2010). As a result, there are only a few male colleagues in Flemish primary school teams. 
Therefore, the finding of homophily for female first-year teachers and heterophily for male first-year 
teachers must be interpreted cautiously. As the data were gathered via an ego network design (Borgatti 
et al., 2013), only the colleagues who were nominated by the first-year teacher were taken into account. 
The lack of whole-school data precludes any conclusions regarding the nature of the homophily effect. 
As a result, we cannot determine if the homophily effect for female first-year teachers and the heterophily 
effect for male first-year teachers can be attributed to a majority of women and a minority of men working 
in the school or to an actual preference for female teachers. 
Third, some explained variances in the variables under study are rather small, probably because 
of the complex nature of these concepts, implying that they may be influenced by many other variables 
not included in the model. Furthermore, a second explanation could be the small standard deviations, 
suggesting a low variation in the scores between participants and indicating a certain bias in the sample. 
For self-efficacy in particular, a third explanation could be the limited time the teachers in the present 
study had spent in their school. The sample consisted of first-year teachers who only recently graduated 
from college. In this respect, it could be assumed that the school context and the principal had few 
opportunities to influence teachers’ beliefs about their teaching abilities. Further research is needed in 
this regard.  
Fourth, the study’s findings were collected through self-reported measures of the first-year 
primary school teachers. The self-reported nature of these measures implies that the results must be 
interpreted carefully. Further research could triangulate data by using a combination of sources (e.g. first-
year teachers, principal, colleagues) and/or methods (e.g. survey, interviews) (Cohen et al., 2013). In this 
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respect, it could be useful to examine both principals’ self-ratings of their leadership and teachers’ 
perceptions of their leadership (see, for example, Park and Ham, 2016). 
Fifth, the cross-sectional design of the present study inhibited causal conclusions. Research 
embedded within a longitudinal design can confirm our findings and enable us to make any conclusions 
concerning causality. 
Finally, generalisation based on the present study’s results is restricted, as the Flemish context 
may differ from other countries and regions. In developing countries, for example, teachers are 
confronted with poor working conditions and high demographic growth (Rinke, 2008), which could 
influence the relationships under study. Consequently, assumptions about the replicability of our findings 
in other contexts should be treated with caution. Interestingly, however, several studies from other 
developed countries (e.g. Marks and Printy, 2003) and developing countries (e.g. Khawary and Ali, 2015; 
Nguni et al., 2006; Tesfaw, 2014) have already found evidence for the direct relationship between 
transformational leadership and several teachers’ job attitudes. This supports the argument that 
transformational leadership is important across various societies and as such should receive attention. 
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List of figures and tables  
 
Table 1 
 
Overview of the validated instruments to measure teachers’ job attitudes, teachers’ self-efficacy, and transformational leadership, 
including example items, range, number of items and Cronbach’s alpha coefficients 
Measure 
 
Author Example item Range Items α 
Job satisfaction  
 
 
Caprara et al. (2003) I feel good at work  Strongly disagree (0)–Strongly 
agree (4) 
4 .78 
Affective organisational 
commitment 
McInerney et al. 
(2015)  
 
I do not feel emotionally 
attached to this school 
Strongly disagree (0)–Strongly 
agree (4) 
3 .71 
Intrinsic motivation to 
teach 
 
Soenens et al. (2012) 
 
I find teaching enjoyable  Strongly disagree (0)–Strongly 
agree (4) 
4 .88 
Teachers’ self-efficacy Tschannan-Moran 
and Woolfolk Hoy 
(2001) 
 
How much can you do to 
control disruptive 
behaviour in the classroom?  
 
Nothing (0)–A great deal (4) 12 .79 
Transformational 
leadership 
Author et al. (2009) The school leader provides 
organisational support for 
teacher interaction 
Never (0)–Always (4) 10 .93 
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Table 2 
Descriptive statistics on the professional collegial support network of first-year primary school teachers.  
 
Professional collegial support 
 
All participants Female participants Male participants 
Alter analysis 
Average % of gender 
Male  
Female 
 
 
 
14.00% 
86.00% 
 
 
13.83% 
86.17%  
 
 
15.36%  
84.64%  
Homogeneity 
Experience of alters M(SD) 
Average IQV for gender 
 
 
16.68 (6.38) 
.33 
 
 
.32 
 
 
.39 
Homophily 
Average absolute differences for experience 
M(SD) 
Average EI-index for gender 
 
15.74 (6.38) 
 
-.57 
 
 
 
-.72 
 
 
 
.69 
Note. M: average; SD: standard deviation; IQV (index for Qualitative Variation; normalised) measures the similarity among ego’s alters 
and varies between 0 (homogeneity) and 1 (heterogeneity); EI-index: measures the extent to which the ego’s alters are similar to the ego 
for a specific characteristic and varies between + 1 (heterophily) and -1 (homophily).  
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Table 3  
Means (M), standard deviations (SD), and correlations among the study variables (n=292).  
 M SD 1 2 3 4 5 6 7 
1.Job satisfaction  3.35 0.55 -       
2.Affective organisational commitment 3.26 0.71 .598** -      
3.Intrinsic motivation to teach 3.35 0.53 .501** .305** -     
4.Self-reported in-degree of professional support 5.72 3.22 .291** .288** .173** -    
5.Perceived usefulness of professional support 4.46 0.50 .250** .167** .211** .009 -   
6.Self-efficacy 2.67 0.41 .338** .165** .357** .003 .170** -  
7.Transformational leadership 2.81 0.78 .428** .373** .245** .245** .197** .263** - 
Note. **p < .01 
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Table 4 
 
Significance tests of the indirect effects of transformational leadership via self-reported in-degree, perceived usefulness and self-efficacy 
 95% Confidence Interval 
Dependent Mediator(s) β Lower limit Upper limit 
Job satisfaction Self-reported in-degree  .052*** .027 .087 
 Self-efficacy  
Perceived usefulness and self-efficacy  
.053** 
.005 
.023 
.001 
.096 
.016 
Affective organisational commitment Self-reported in-degree  .051** .024 .088 
Intrinsic motivation Self-reported in-degree  .032* .009 .063 
 Self-efficacy  
Perceived usefulness and self-efficacy  
.071** 
.007 
.035 
.001 
.123 
.021 
Note. *p < .05; **p < .01; ***p < .001 
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Figure 1. Theoretical model. 
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Figure 2. The research model. 
